Students' writing constitutes a topic of major concern due to its importance in school and in daily life. To mitigate students' writing problems, school-based interventions have been implemented in the past, but there is still a need to examine the effectiveness of different types of writing interventions that use robust design methodologies. Hence, the present study followed a longitudinal cluster-randomized controlled design using a multilevel modeling analysis with 370 fourth-grade students (nested in 20 classes). The classes were randomly assigned to four conditions: one comparison group and three writing types of writing interventions (i.e., week-journals, Self-Regulation Strategy Development (SRSD) instruction and SRSD plus Self-Regulated Learning (SRL) program using a story-tool), with five classes participating in each condition. Data supports our hypothesis by showing differences between the treatment groups in students' writing quality over time. Globally, the improvement of students' writing quality throughout time is related to the level of specialization of the writing interventions implemented. This is an important finding with strong implications for educational practice. Week-journals and writing activities can be easily implemented in classrooms and provides an opportunity to promote students' writing quality. Still, students who participated in the instructional programs (i.e., SRSD and SRSD plus story-tool) exhibited higher writing quality than the students who wrote week-journals. Current data did not find statistical significant differences between results from the two instructional writing tools.
Introduction
In the last decades, students' writing problems throughout schooling have been discussed as a topic of educational concern due to the importance of writing in school and life success (e.g., employment) (e.g., [1] [2] ). To mitigate students' writing problems, curriculum reforms have been implemented in different educational systems, and researchers have been investigating the efficacy of school-based interventions in improving students' writing (e.g., free writing activities, strategy instruction as Self-Regulation Strategy Development, SRSD) (e.g., [3] [4] [5] [6] Still, there is a need to disclose evidence on the effectiveness of different types of writing interventions using robust design methodologies. Data is expected to help researchers, school administrators and teachers organize school-based interventions and promote students' writing skills [7] .
To analyze the effectiveness of three writing interventions (i.e., week-journals, SRSD, and SRSD plus a Self-Regulated Learning program using a story-tool) on fourth graders motivational variables and writing quality a cluster-randomized controlled design was conducted for twelve weeks.
example, in chapter 6 of the story-tool [45] , the Ant General, one of the characters, explained the planning phase to his troops (i.e., declarative knowledge): "in order to plan, we have to decide what we need to know and what we need to do for everything to run smoothly. Afterwards, to avoid any problems, we allocate time for each task" (p. 27) .
Each chapter provides students with the opportunity to acquire, practice and reflect on the use of the SRL strategies embedded in each phase of the PLEE model. This tool allows the analysis of the characters' behavior which are similar to those of children in real life situations (e.g., the Bird-Teacher told the little birds a story about a lazy deer who did not listened to the teacher advice's friends and hurt himself while competing with a grasshopper), hence helping students to reflect on what they may learn with the characters' behaviors. This experiential closeness fosters children's engagement in learning [40] . For example, it is expected for students to transfer the content learned throughout the story to the process of writing compositions.
Present study
Driven by the worldwide need to promote students' writing quality and to examine the impact of various types of writing interventions tailored to students' needs and school resources, the current study examines the impact of three types of writing interventions (i.e., week-journals, SRSD, and SRSD plus a SRL program using a story-tool) on students' writing quality.
Research data on the positive effects of using week-journals to improve students writing quality is inconsistent; however recent data from a controlled study [15] reported that students using week-journals improved the quality of writing after the first three weeks, and then reached g a plateau on the following weeks. These findings suggest that this tool solely may not be sufficient to sustain students' progress on the writing quality. Moreover, the corpus of research on SRSD is vast and data has consistently indicated the efficacy of the SRSD programs to improve the quality of writing [5, 23] . Finally, Rosário and colleagues have been advocating for the last decade the merits of using story-tools to promote SRL [40, 53] . The current research aims to examine the potential positive effects of adding a story-tool to SRSD program. This design addresses the call by authors [3, 5] to explore ways of promoting the teaching of writing strategies embedded in regular curriculum. Children read and learn stories in class and at home; in fact, stories make up part of their lives and play a vital role in their growth and development. While reading books and reflecting on the messages conveyed, children are expected to learn how to think, and also to learn about everyday tasks [42, 43] . For these reasons, we believe that adding a story tool to the training of writing strategies is likely to improve children writing quality. Findings are expected to add literature on writing quality and improve educators' practices on writing.
In addition, the impact of several potentially moderating variables, such as self-regulation in writing, self-efficacy in writing, attitude towards writing, prior achievement in writing, gender, age and interactions between these variables and will be examined. Based on extant literature (e.g., [15, 30, 39] ) we hypothesize that: (i) students' writing quality of the three intervention groups will be higher when compared to students in the comparison group; (ii) students' writing quality in the SRSD and SRSD plus the SRL story-tool conditions will be higher when compared to students in the week-journal condition; (iii) all covariates will be significantly related with students' writing quality. No hypothesis will be made regarding the conditions SRSD and SRSD and the SRL storytool because literature lacks data in this regard. This step of the research is exploratory.
Method

Design and participants
Design. The present study was conducted with fourth grade students, the final grade level in Portuguese elementary school. The Portuguese Ministry of Education approved the study by giving their written consent (n. 036000004). This study was reviewed and approved by the ethics committee of the Universidade do Minho. The study followed a longitudinal clusterrandomized controlled design for twelve weeks, in 18 public schools in the north of Portugal. The participating teachers and their fourth-grade students were randomly assigned to the four conditions, with five classes participating in each condition (i.e., Groups A, B, C and D; see Fig  1) . This methodology is useful to access the comparative effectiveness of experimental conditions that vary in their practices. Moreover, this tool helps avoid "contamination" between those participants receiving the intervention and those who are not, preventing that the treatment effect would be compromised [54] . During the twelve weeks of the study, students on the comparison condition (Group A) did not participate in any type of program focused on writing instruction. Teachers were instructed to follow the regular Portuguese writing curriculum to meet fourth grade level teaching requirements. According to the Directorate-General for Education and the Minister of Education and Science [55] this included teaching students about grammar, vocabulary, spelling, sentence construction, punctuation, handwriting, organization and revision of different types of text (i.e., narrative, informative, descriptive, letters, invitations, and texts using direct speech). In group B students wrote a journal on a weekly basis for 12 weeks. Students in group C and D were given writing instructions following the SRSD model; in group D the story-tool "Yellow Trials and Tribulations" [45] were added to the treatment received by the group C (see Fig 1) .
Participating students and their teachers. The participants were 370 (183 girls) fourth graders nested in 20 classes from 18 public elementary schools in the north of Portugal. All the Three types of writing intervention on students' writing quality PLOS ONE | https://doi.org/10.1371/journal.pone.0218099 July 18, 2019 participants had Portuguese as their home language, aged between 9 and 10 (M = 9.45, SD = .51). The fourth-grade classes were randomly assigned to four groups: A (N = 92); B (N = 90); C (N = 98); and D (N = 90). Students with special education needs (i.e., specific learning disorder and learning disabilities) were excluded from the data analyses.
All the 20 teachers, 17 were female, aged between 34-56 years (M = 42.4, SD = 6.59) had an undergraduate degree and experience in teaching ranging between 12 and 34 years (M = 21.5, SD = 6.16). Class sizes ranged between 10 and 23 (M = 20.38, SD = 4.75). None of the teachers enrolled in the study reported having received specific writing instruction in their professional development.
After receiving the consent from the Portuguese Ministry of Education, an email explaining the overall study objectives was sent to 26 public schools located in northern part of Portugal. Eighteen schools (a response rate of 69.2%) and 20 teachers agreed to participate in our research. In these schools, the families were lower-middle classes, as noted by the high percentage of students (40%) receiving free or reduced-price lunches. These demographics were collected from the offices of the participating schools. A letter informing about the study was sent out to ask permission for the children participate the study. Participants' confidentiality was assured (e.g., eliminating the names and researchers' personal notes that could link the participants to their teachers or schools). All students returned the signed parental consent forms. Finally, the 20 teachers (classes) who agreed to participate were randomly assigned to the four treatment conditions (i.e., comparison group and three experimental groups). Teachers were blind to the purpose of the study and all agreed to follow the fourth grade Portuguese curriculum (e.g., variety of text genres, grammar and punctuation) throughout the study.
Training
Two weeks prior to the beginning of the study, a training course with two modules was delivered separately to all participating teachers within the same condition (i.e., Groups A, B, C and D). The first module (9 h) presented and discussed of the general framework (e.g., genre of the compositions, protocol of the weekly administration of the questionnaires by the research team) and the assessment measures (e.g., rating scale for teachers to assess the quality of the compositions). Participants were informed that following the protocol was a requirement to participate, and all agreed.
In the second module (8h) teachers worked collaboratively with researchers and assistant researchers in 2-hour sessions over a span of four days (i.e., 20 pre-service teachers) on the assessment of the overall quality of the children compositions. The training on how to use the rating scale (see measures) followed a hands-on approach. Teachers selected a set of compositions made by their students in the third grade, and switched those compositions with their colleagues and assistant researchers on a random basis. Each composition was assessed independently using the rating scale. After scoring each composition, teachers and research assistants met and discussed scores to reach a consensus. To ensure reliability of the assessment process, each teacher assessed eight compositions over the four days, each time with a different research assistant. Kappa value was calculated using the Coder Comparison Queries in the Navigation View of the NVivo software. In the end of the training the Kappa value of the 20 dyads ranged between .80 and .86 (M = .82) which can be labeled as "almost perfect" according to Landis and Koch [56] .
Five weeks post-intervention, all teachers from the four groups participated in a three-hour evaluation meeting to analyze their experiences during the intervention (e.g., comments and suggestions that could help in future research), and discuss preliminary data (see, [57] [58] ) from the standardized exam in Portuguese language. In this meeting, teachers from the four groups declared, as agreed, to have followed the national writing curriculum (e.g., teaching grammar, punctuation and the other types of genres) to meet fourth grade level expectations. Teachers who fully participated in the research were offered a 27-hour (1 ECTS) training course about the learning and instruction processes.
Treatment integrity
To assure the integrity of the implementation of the protocol conducted by the teachers, four different measures were used: i) all teachers were delivered dossiers with session record sheets (see, [59] ) including the elements and activities for each session. These dossiers helped teachers monitor the steps for each session. Each of the activities intended for the session and group were detailed in topics and teachers were asked to check it off when the activity was completed (e.g., teachers are expected to maintain a silent class while students are writing compositions; compositions are expected to be written in 45 minutes; journals are due to be kept in the classroom in a closet under the responsibility of a research assistant; students write about the composition topic assigned to that week topic; teachers do not make comments on students weekjournal entry; teachers do not suggest topics for the week-journals); ii) Moreover, teachers were asked to write a short diary explaining how they followed protocol, and if not, to explain why; iii) Additionally, on a random basis, a research assistant observed 30% of the sessions using the same session record sheets. These research assistants also wrote a short diary describing teachers' adherence to the protocol; iv) Finally, during the duration of the intervention, on a weekly basis, the principle investigator met with the researchers and research assistants and engaged in each condition separately. These meetings addressed project issues and adherence to protocol of each condition (e.g., analysis of record sheets data). Afterwards, research assistants enrolled in assessing compositions met with their dyad teacher and discussed the same issues. The major goal of these meetings was to prevent the teachers and the researcher (enrolled in delivering training lessons of conditions C and D) from withdrawing from the planned protocol by adding new components based on their experience of what was working.
Treatment fidelity was high for the writing composition sessions. Teachers reported adherence to the protocol was 95% (SD = 2.77, range 90-100). Data from the observations of both intervention sessions indicated that teachers completed 93% of the activities (SD = 3.24, range 85-98). Data from the teachers' diaries and research assistants allowed to conclude that discrepancies in the assessment may be due to different interpretation of teachers' behaviors in class (e.g., classroom management issues such as maintain complete silence in class while students were doing their compositions, and responding to students with "leading questions").
But Concerning the treatment fidelity of the week-journal sessions, data indicated a good treatment receipt. Research assistants who enrolled in this treatment condition reported to have completed 87% of the tasks (SD = 2.62, range 81-90) across all sessions. Data from the observations of this intervention sessions indicated that research assistants completed 84% of the tasks (SD = 3.06, range 80-90).
Lessons for the groups C (SRSD instruction) and D (SRSD instruction plus the story-tool) were delivered by one of the authors of this paper with training in SRL and writing strategies. This researcher followed the treatment fidelity procedure previously described.
Treatment fidelity for lessons of conditions C and D was high for both. Researcher reported 88% (SD = 1.61, range 85-90) and 85% (SD = 3.62, range 79-90) of the activities completed across all lessons, respectively. Data from the observations of both conditions indicated that researcher completed 84% of the activities (SD = 1.94, range 81-87) and 82% (SD = 2.55, range 78-85), respectively.
Specific intervention procedures for all participating students
For twelve weeks, on each Monday morning during regular Portuguese language class, all students' from the four conditions wrote a composition in 45 minutes. The composition topic was sent by email to all teachers each Sunday evening (e.g., Imagine that you were on a boat school trip. Suddenly, the boat was caught in a big storm and shipwrecked. Write a story about your adventure as a castaway and your life in a desert island). Along the duration of the investigation, students wrote one story each week. Compositions were assessed individually and every Thursday after school, along 12 weeks, the dyads (i.e., teacher and a randomly assigned research assistant) met to find consensus on the scores given. Finally, the graded compositions were delivered to students each Friday. Additionally, every Friday afternoon for approximately 25 minutes, all students from the four conditions were asked to fill in questionnaires to assess SRL strategies in writing, attitude towards writing and self-efficacy. The research assistants administrated these instruments in class.
Comparison group (group A) and Week-Journals (group B). During the twelve weeks of the study, students on the comparison condition and weekly-journals did not participate in any type of writing instruction, besides the writing of the weekly compositions proposed for this research. Teachers were instructed just to follow the regular writing curriculum [55] to meet fourth grade level expectations.
Additionally, for twelve weeks, students in the week-journals condition (i.e., group B) wrote a journal in 25 minutes each Friday morning under the supervision of a research assistant. While students were writing their journals they did not receive any instructions, nor feedback afterwards. Prior to the beginning of the study, participants' confidentiality was assured, by telling students that the journals would only be used for research purposes (i.e., teachers did not read the journals). Each student received a notebook "journal" to write their weekly entries (i.e., approximately ten lines) about their week's events at school or at home. Journals were kept in the classroom in a closed box and were the responsibility of a research assistant.
General instructional procedures (intervention conditions C and D). SRSD writing instruction, as well as the topics for condition D, were delivered along eleven sessions on a weekly basis, by one of the authors, during regular Portuguese language lessons. The length of the sessions for students in group C and D was 45 minutes. Both intervention conditions are briefly described in S1 Appendix. An extended description of the lessons and materials suggested for instruction is provided elsewhere [53] .
SRSD instruction (intervention condition-group C). The writing instruction followed the six stages of the SRSD model [25, 28] as follows: (i) development of background knowledge; (ii) discussion and description of the strategies to be learned; (iii) modeling the use of those strategies; (iv) memorization of those strategies; (v) supporting of the strategies; and, finally, (vi) independent performance. In the present study, instruction started at the first stage and continued into the following stages (see S1 Appendix). Despite acknowledging the sequence of the content, we followed Harris and Graham [28] and asked students to memorize the mnemonics taught (strategy from stage four) since session 1. Thus, this stage was recalled at the beginning of every session to analyze if students had memorized the mnemonics [60] . A number of self-regulation procedures were also taught to students, including self-monitoring while planning their stories, self-reinforcement and self-assessment [60] . The materials for teaching writing narratives using the SRSD model were translated to Portuguese and used by fourth graders and teachers in class.
Writing strategies. In the first sessions, students learned a general strategy to apply while writing their compositions. This strategy included three steps, represented by the mnemonic
POW: Pick my ideas (i.e., decide what to write about), Organize my notes (i.e., organize writing
ideas into a writing plan), Write and say more (i.e., continue to modify, upgrading the plan while writing). For example, on the second step of POW (i.e., organize my notes) students were taught a genre-specific strategy for writing notes for each part of the story: the mnemonic S-A-C [principal steps of a story: Setting (S), action (A) and conclusion (C)] (see [53] ). To help students become familiar with the S-A-C mnemonic, students were taught to ask themselves the following six questions, aligned with the three S-A-C steps: Where does the story take place? When does the story take place? Who are the main characters (describe them)? What do the main characters do or want to do (sort them in the right way)? How does the story end? How do the main characters and the others feel? For writing notes, students were presented with a graphic organizer (see [53] ).
Strategy instruction. The strategy instruction followed the SRSD model [28] , however the time spent on each stage was adjusted to the design of the current study. As shown in S1 Appendix, lesson one and two aimed to develop students' prior knowledge on composition and to discuss and explore the characteristics of a good story. General writing strategies (i.e., POW) were presented and discussed with students. Students' negative beliefs about writing performance were also discussed, and students were encouraged to transform negative thoughts into positive beliefs (e.g., "I can do it, if I use the right strategy"). In lesson three and four, students revisited the general writing strategies (i.e., POW) and discussed the SRL strategies (i.e., self-instructions, goal setting, self-assessment and self-reinforcement) they will use during and after writing a story. In lesson five, six and seven the planning, writing and assessing of compositions using general (i.e., POW) and SRL strategies (i.e., self-instructions, goal setting, self-assessment and self-reinforcement) were modeled collaboratively in class. Modeling the use of strategies helped students to learn to apply these strategies and to develop competencies, attitudes and beliefs, while writing independently. Lesson eight, nine and ten focused on strengthening students' abilities for independent planning, writing and assessing of stories by using general (i.e., POW) and SRL strategies (i.e., self-instructions, goal setting, self-assessment and self-reinforcement). The work on these lessons aimed to wean students off the graphic organizer [60] . Finally, in lesson eleven students wrote, without support, a composition, using the strategies learned. Still, as suggested by authors [61] , if any story elements were not included, the previous stages were recalled.
SRSD instruction plus the story-tool (intervention condition-group D).
In the current study, the Yellow Trials and Tribulations story-tool [45] was used to help students learn a set of learning strategies and apply them into the story-tool learning context while reflecting upon their own writing activities (i.e., on how and when to implement the general and SRL strategies). Sessions for the group D were preceded by the reading out loud of one or two chapters of the book in class. During the reading, small breaks were made and students were invited to discuss and analyze what was happening in the story plot (see [40, 53] ). During the session students did the same writing tasks as students in group C. The Appendix aligns the stages from SRSD (i.e., group C) with the chapters of the story-tool.
Instruments and measures
Self-regulated learning strategies inventory (SR_W). The SRL Strategies Inventory [38] assesses nine SRL strategies concerning the three phases of the SRL process (i.e., planning, execution and evaluation). In the preset study, this scale was adapted with the aim of assessing the SRL strategies used while writing: Planning (i.e., ''I make a plan before I begin writing. I think about what I want to say and how I need to write it"), Execution (i.e., "While I write my composition I follow my plan", and Evaluation (i.e., ''I compare the grades I received with the goals I set for that subject."). The 9-items were scored on a 5-point Likert scale, ranging from 1 (never) to 5 (always). Cronbach's alpha in this study was .80. Data from the confirmatory factorial analysis run support the construct validity of this measure. The model fits well data [χ 2 (25) = 53.639; p < .01; AGFI = .907; TLI = .900; CFI = .927; SRMR = .058; RMSEA = .076 (.048-.104)]. The factor weights of the nine items ranged from .507 to .703 (all statistically significant at p < .001). After fit the model, none of the modification indexes was greater than 5.00.
Attitude towards writing (AT_W). Each of the nine items from the writing attitude survey [34] asked students to indicate how they felt when they engaged in writing activities at school or at home (e.g., How do you feel when you think you have to write instead of being able to play?). Students were asked to mark one of the four images of Garfield the Cat on a 4-point Likert scale (1 = very unhappy; 4 = very happy). This scale was, in the present study, translated and adapted to the Portuguese population. Cronbach's alpha in this study was .86. The construct validity analysis yielded data supporting a unifactorial model [χ 2 (25) = 34.086; p > .05; AGFI = .933; TLI = .976; CFI = .983; SRMR = .034; RMSEA = .043 (.000-.076]. The factorial weights of the nine items ranged from .660 to .750 (all statistically significant at p < .001). After fit the model, none of the modification indices was greater than 6.00. All data suggest construct validity.
Self-efficacy in writing (SE_W)
Students' self-efficacy for planning and writing a story was assessed with five-items [60] . 
Writing performance
Individual notebooks were delivered for each participating student for research purposes. The notebooks had twelve parts (i.e., one for each of the twelve independent writing moments) and each had three subparts: (i) a lined page for the writing of the composition; (ii) a rating scale for students to review and self-assess the quality of their compositions; and finally, (iii) a checklist for the individual feedback given by the teacher.
Compositions. In order to assess the writing quality of students' compositions, a holistic rating scale was used based on the criteria defined in the Educational Progress Test (i.e., a standardized exam) in Portuguese language for fourth graders [62] . The rating scale assesses topics such as (i) title; (ii) organization (introduction, main body paragraph, ending), (iii) grammatical correctness of sentences (e.g., active verbs, use of direct speech, descriptive adjectives, punctuation, morphology) (iv) coherence; (v) originality; (vi) sentence structure, (vii) word choice; (viii) spelling errors. Prior to scoring, all narratives were typed into a word document and the number of words were counted. Students' personal information was removed and punctuation, spelling and capitalization were corrected to minimize bias that might influence the scoring process as suggested by the literature (e.g., [34] ). Teachers were encouraged to read the composition to obtain a general impression of overall writing quality. Compositions were then scored on fourteen 5-point Likert scales (1 = low quality; 5 = high quality), ranging from 0 to 65 points. All compositions from the same class were scored independently by a dyad (teacher-research assistant) using the mentioned rating scale. Each dyad met every week to find a consensus about the grades for each composition as previously stated (see procedures subsection). Cohen's Kappa coefficient showed an inter-rater agreement that ranged among the 20 dyads between .82 and .90 (M = .86, SD = .023) which can be labeled as "almost perfect" according to authors [63] . The compositions rated for each topic were assessed and the final score were delivered before students write the following composition.
Journals. Feedback on the week-journals was not provided to students. In the end of the study four new research assistants who were unfamiliar with the design of the study, assessed all journals quality using the same holistic rating scale. Two research assistants assessed each Three types of writing intervention on students' writing quality journal independently, following procedures similar to those used to assess the compositions. The Kappa value obtained was .84, considered as very good according to Landis and Koch [56] .
Prior achievement. Prior achievement in Portuguese language was obtained from students' writing quality scores on three compositions written between April and June from the previous school year (third grade). Two independent research assistants scored the compositions by following the same procedures as described above. Compositions were scored on fourteen 5-point Likert scales (1 = low quality, 5 = highly quality), ranging from 0 to 65 points (M = 50.46, SD = 8.63). Cohen's Kappa coefficient showed an inter-rater agreement of .87, which can be labeled as "almost perfect" according to authors [63] .
Data analyses
Considering the hierarchical nature of data, a three-level hierarchical model was conducted. To avoid the enumeration of all the possible models, a data-driven strategy for selecting the best model by computing information criteria was used.
Fig 2 presents a "spaghetti plot" of the compositions scores (CS) by time. This plot indicates that students who received any form of treatment have increased the CS scores, although clearly there is considerable individual heterogeneity (i.e., some participants show accelerating positive trends, while others have decelerating negative trends). Some participants even have significant swings upward or downward across time of their CS response. In contrast, the trend lines appear to be approximately linear for most participants. With regard to the population level, Fig 1 shows interesting differences for the four groups across time. The group B (i.e., Week-journal) began with a moderate upturn in CS followed by a very slow increase, whereas the groups C and D (i.e., SRSD and SRSD+SRL) showed a moderate but steady and gradually accelerating upward trend up at the end of the study. The participants in the comparison group did not show an upward trend.
Visual examination suggests that the relationship displayed in Fig 2 may be nonlinear at the individual level, hence it is assumed, subject to verification, a quadratic model to describe individual change across time. To begin, the CS outcome at time t for student i in class j is modeled at level 1 by
where π 0ij is the expected outcome for student ij at time L (here the centering parameter, L, was a priori set at 6 weeks to avoid potential collinearity problems in the quadratic trend model), π 1ij , the parameter associated with TIME, represents the rate of change in the CS for student ij at time L (i.e. the instantaneous rate of change when TIME tij = 0), π 2ij , the parameter associated with TIME
2
, describes the quadratic change in the CS for student ij (i.e. captures the curvature or acceleration regardless of the choice of location for level-1 predictors), π 3ij is the student's change in CS due to self-efficacy in writing (SE_W), π 4ij is change in CS due to selfregulation in writing (SR_W), π 5ij is change in CS due to attitude toward writing (AT_W), π 6ij is change in CS due to cross-product between SR_W and TIME, π 7ij is change in CS due to cross-product between SE_W and TIME, π 8ij is change in CS due to cross-product between AT_W and TIME, and e tij represents a residual.
Data from a preliminary analysis suggested considerable random variation, intercept and slope at both levels 2 and 3. The results also indicated the need to retain the main effects of time-varying predictors (i.e., SE_W, SR_W and AT_W) and the interaction between SR_W and linear TIME in the level-1 model but treat them as fixed instead of allowing them to change randomly across level-2 and at level-3 units. To correctly interpret the model parameters, it is important to note that all time-varying predictors were included in the model centered at its mean.
At level-2, individual differences in the random coefficients from level 1 (i.e., π 0ij , π 1ij , π 2ij ) were modeled as a function of student's gender (girl = 1, boy = 0; GEN), prior achievement (ranging from 1 = low quality to 5 = high quality; P_ACHIEV), and baseline age in years (AGE). The P_ACHIEV predictor was entered into the model centered at its mean. Specifically, the following level-2 model was formulated
where, β 00j represents the average CS level within class j at time L (i.e. at week 6), β 01j indicates whether boys and girls differ in their CS average within class j after controlling for prior achievement and baseline age, β 02j represents the differentiating effect of prior achievement in the CS average within class j after controlling for gender and age at baseline, and β 03j represents the differentiating effect of age in the CS average within class j after controlling for gender and prior achievement. In addition, r 0ij indicates whether students nested within class j differed in their expected outcome at time L, r 1ij indicate whether students nested within class j differed significantly in their rate of change at time L, r 2ij indicates whether students nested within class j differed significantly in their rate of deceleration. Note that the interpretation of the quadratic coefficient does not depend on centering for time. The results suggested the need to retain the main effects of time-invariant predictors GEN and P_ACHIEV in the level-2 model, but treat them as fixed rather than allowing them to randomly vary across level-3 clusters.
Next, we explored whether students nested within classes receiving training for CS during 12 weeks began at a different level, or progressed over time at a different rate of growth and acceleration, than those who did not receive training. Thus, the level-3 model incorporated the treatment conditions, the explanatory variable of major interest in the current research. As previously mentioned, the 20 classes were randomized in groups of five for each of the treatment conditions: control, week-journal (WJ), self-regulated strategy development (SRSD), or SRSD+SRL condition. In the analysis, these four groups were compared using Helmert contrasts. Specifically, the contrast coefficients for the three group-related Helmert contrasts were: This model is defined by
where γ 000 is the overall mean intercept in the four treatment conditions at time L, γ 001 is the difference between the control and treatment groups in the mean response at time L, γ 002 is the difference between the WJ and some form of SRL groups in the mean response at time L, γ 003 is the difference between the SRSD and SRSD+SRL groups in the mean response at time L, γ 100 is the mean slope, or rate of change in the mean response over time in four treatment conditions, γ 101 is the difference between the control and treatment groups in the rate of change in the mean response over time, γ 102 is the difference between the WJ and some form of SRL groups in the rate of change in the mean response over time, γ 103 is the difference between the SRSD and SRSD+SRL groups in the rate of change in the mean response over time, γ 200 is the rate of acceleration in the mean response over time in the four treatment conditions (a measure of the upward or downward curve), γ 201 is the difference between the control and treatment groups in the rate of acceleration in the mean response over time, γ 202 is the difference between the WJ and some form of SRL groups in the rate of acceleration in the mean response over time, is the difference between the SRSD and SRSD+SRL groups in the rate of acceleration in the mean response over time, and u 00j , u 10j and u 20j are the level 3 residuals allowing class j's subjects to deviate from population averages. By substitution, a single regression equation for the three-level growth model is given by
g 202 H 2j � ðTIME tij À LÞ 2 þ g 203 H 3j � ðTIME tij À LÞ 2 þ u 10j ðTIME tij À LÞþ r 1ij ðTIME tij À LÞ þ u 10j ðTIME tij À LÞ 2 þ r 1ij ðTIME tij À LÞ 2 þ u 00j þ r 0ij þ e tij which illustrates that the CS may be viewed as a function of the overall intercept (γ 000 ), the effect of the comparison H 1 (γ 001 ), the effect of the comparison H 2 (γ 002 ), the effect of the comparison H 3 (γ 003 ), the effect of student's GEN(γ 010 ), the effect of student's P_ACHIEV(γ 020 ), the linear effect of TIME(γ 100 ), the quadratic effect of TIME(γ 200 ), the effect of self-efficacy in writing SE_W(γ 300 ) the effect of regulation in writing SR_W(γ 400 ) the effect of attitude toward writing AT_W(γ 500 ) and the interaction effects, SR_W by TIME(γ 600 
The variables u 00j , u 10j and u 20j are random class effects associated with intercept, linear time slope, and quadratic time slope, respectively; u 0ij , u 1ij and u 2ij are random effects for clustering of students within classes associated with intercept, linear time slope, and quadratic time slope, respectively; and e tij represents a residual.
Consistent with common practice in multilevel modeling, we assume that the random effects associated with classes are independent of the random effects associated with students nested within classes, and that all random effects are independent of the level 1 random components. It is also assumed that the residuals are normally distributed with zero means and uncorrelated with respective right-hand covariates. Multilevel analysis was conducted by fitting a variance components structure with parameters estimated by the full maximum likelihood (ML) estimation as implemented in PROC MIXED of [64] .
Results
Descriptive analyses
Prior to conducting the analysis, the distribution of the data of the different samples for the outcome variable (composition skills-CS_W) and time-dependent covariates (i.e., SE_W, SR_W and AT_W) were examined. The extent of variations of skewness and kurtosis for the variables were included in the model, as well as the means and standard-deviations presented in Table 1 . As shown in this table, the skewness values are generally within the range (i.e., ± 1) of what is considered a reasonable approximation to the normal curve. Looking at the kurtosis, it is necessary to note that depending on the time of the measurements, the variables are very slightly platykurtic (i.e., its peak is just a bit shallower than the peak of a normal distribution) or very slightly leptokurtic (i.e., its central peak is just a bit higher than the peak of a normal distribution). As a result, it can be concluded that the values for skewness and kurtosis remain within allowable limits for all the time periods. Note. N = sample size; SD = Standard deviation; SK = Skewness; KUR = Kurtosis; CS_W = Written composition skills per week; SE_W = Self-efficacy in writing per week; SR_W = Self-regulation in writing per week; AT_W = Attitude toward writing per week.
https://doi.org/10.1371/journal.pone.0218099.t001
Multilevel analyses
Selecting the best model. To address the goals of the present study (i.e. compare the performance of subjects receiving training in writing skills with the performance of subjects with no training, verify whether all treatments have the same effectiveness, and determine which of two treatments (C or D) was more effective); first the best linear mixed model to the CS use data was selected. Tables 2 and 3 present the results of fitting eight growth curve models to the CS data using full ML in SAS PROC MIXED. Table 2 summarize the results for five multilevel models applied to CS data as follows: the unconditional two-level growth model (A) examined the standard linear change, the unconditional two-level growth model (B) and three-level growth model (C) examined the quadratic change, the conditional three-level growth model (D) examined the effects of the time-varying predictors and their interactions through time, and the conditional three-level growth model (E) examined the process of adding time- invariant predictors to models. Table 3 presents the models that incorporate the effects of treatment conditions, both with and without the heterogeneous variance specifications at level 1. To facilitate the selection of the best model, results (not shown in the table due to space) corresponding to the unconditional means model (i.e., a no-change trajectory model) were described. The estimated outcome grand mean across all occasions and students was 54.29 (p < .001), which suggests that between the first and the twelfth week, the average CS is non-zero. Examining the variance components, we found statistically significant variability both withinstudents (31.55, p < .001) and between-students (39.37, p < .001). Findings allowed to conclude that CS outcome varies from week to week, and also that students differ from each other.
To determine whether the unconditional means model was preferable to Model A, the compound null hypothesis was tested on a set of differences between models (e.g., regarding the linear growth rate, its associated variance components and covariance between slope and intercept-this last term is not shown in the table due to space). The difference in deviance statistics, (31830.5-30516.5) = 1314, far exceeds 16.27, the 0.001 critical value of a χ 2 distribution on 3 degrees freedom (df), allowing to reject the null hypothesis (H 0 ) at the p < .001 level stating that all the three parameters are simultaneously 0. Hence, the unconditional two-level growth model provides a better fit than the unconditional means model. It is possible to conclude that Model A is the best fit model? Comparison of Models B and A suggest a positive response. Comparing deviance statistics for pair of nested models yields a difference of 189.8. As this exceeds the .001 critical value of a χ 2 distribution on 4 df (18.46), the H 0 is rejected, and we may conclude that there is potentially predictable variation in the acceleration rate across students. For Model B, despite the variance for quadratic component of change (r 2i ) being statistically significant (p < .001), its associated fixed effect (TIME 2 ) is not. The tests associated with the random acceleration parameter indicate that there is substantial variation in the quadratic rates across students. The test for the fixed effect indicates that the average value of these rates is indistinguishable from 0. Thus, the trend across time is essentially linear at the population level but curvilinear at the individual level.
Then the unconditional quadratic three-level Model C was compared to the unconditional quadratic two-level Model B. Since students are nested within classes, and may vary considerably among themselves, a three-level model of level-1 occasions nested within level-2 students nested within level-3 classes was also used to analyze this clustered longitudinal design. As there are only 20 classes, CS dataset is not ideal for building a three-level growth model, but it can still be useful for descriptive purposes. As indicated in Table 2 , the deviance statistics and number of estimated parameters for the unconditional Model C were 30011.4 and 16, respectively. The likelihood ratio test comparing the Model C to Model B yields a deviance difference statistically significant at any alpha level we might reasonably select (30326.7-30011.4 = 315.3, with 6 df, p < .001). Findings indicate that the more complex model provides the better fit. Each information criterion is consistent with that judgment.
Because we are interested in finding a level-1 individual growth model that describes the fundamental structure of these data, additional time-varying predictors and interactions among level-1 predictors and TIME (i.e., SE_W, SR_W, AT_W, SE_W × TIME, SR_W × TIME, and AT_W × TIME), but also the required additional variance and covariance components (see Model D) were included. Although not shown in the Table 2 , the covariance components were not constrained to be 0. When comparing the Model D with the Model C, there is significant evidence that the model incorporating the main effects of time-dependent covariates and interactions fits better (i.e. the difference in deviances was (30011.4-29960.6) = 50.8; df = 6, p < 0.001). Having identified an appropriate level-1 model, the additional effects of time-invariant predictors were included in the level-2 model (i.e., AGE, GEN and P_ACHIEV). For Model E (i.e., model that incorporates time-varying predictors, time-invariant predictors, and the level-1 interactions), the deviance statistic was 29441.1 with 25 df, and 29960.6 with 22 df for Model D (i.e. model that only incorporates time-varying predictors and the level-1 interactions). As a result, the likelihood ratio test statistic was 518.5 with 3 df (p < .001), which provides strong evidence for Model E. Although the Model E provides a more realistic representation of the pattern of change in CS scores than Model D, the Model E contain terms that are not necessarily required. In this paper an even more parsimonious model will be assessed (i.e. Model F). Model F is a simplification of Model E in which the main effect of AGE and non-significant level-1 interaction terms are removed. Comparing the last two models each other, we find a trivial difference in deviance of 0.7 on 3 df, showing that the elimination of AGE, SE_W by TIME and AT_W by TIME has hardly changed the goodness of fit.
After running the appropriate model selection at level-2 for the CS use data, we examined the performance of subjects receiving training in writing skills with the performance of subjects who did not receive such training, and the performance of participants receiving treatment in different modalities. Model G in Table 3 presents the results of fitting this model to data. The final conditional model (Model G) included three class-level variables (i.e., the aforementioned set of Helmert contrasts for group), two student-level variables (GEN and P_ACHIEV) and five within level-1 repeated observations (TIME, TIME 2 , SE_W, SR_W and AT_W). The cross-product between SR_W and TIME and cross-level interaction term H 1 by linear TIME (i.e., difference between the control and treatment groups across time) were also included in the Model G. Data in Table 3 and indicated that adding the three group-related Helmert contrasts (i.e., H 1 , H 2 and H 3 ) cross-level interaction between H 1 and TIME to the model which decreased the deviance from 29441.8 to 29407.5, a decrease of 34.3. This change in deviance is tested at 4 df using the χ 2 statistic and was found to be significant.
It might appear, that Model G is preferable. But before proceeding to examine Model G in depth, we considered the possibility that the residual variances at level 1 may depend on treatment groups (see, [56] ). Returning to Fig 1, we note that participants display considerable heterogeneity across the groups. Thus, we might hypothesize that residual variance at level 1 in these data is different for the four conditions. Table 3 presents estimates for homogeneous variances (Model G) and for heterogeneous variances that occurs at level-1 (Model H). The likelihood ratio test comparing Model G to Model H, shows that the deviance declined 132.1 (29407.5-29275.4), which far exceeds the .05 critical value of a χ 2 distribution on 3 df. We therefore may reject the null hypothesis stating that all four variances are equal and conclude that the heterogeneous model fits this data better than the simple homogeneous level-1 specification. For this reason, Model H was adopted as our "final model" (see Table 3 ). The AIC (BIC) weight of this model (> 0.97) implies that there is a high probability that this is the best model among all of the examined models. Analysis of the selected multilevel model. Once a suitable final model was selected, the results for the fixed effects corresponding to Model H were analyzed (see Table 3 ). The comparison of the regression coefficients allows to conclude that the constant (ĝ 000 = 55.408; p < .001) and linear trend terms (ĝ 201 = .552; p < .001) are significant. The intercept being significant is not particularly meaningful (i.e. indicates that CS scores are different than zero at midpoint of time). However, because the trend is essentially linear at the population level, we may conclude that participants are improving across time. On the contrary, the quadratic term is nonsignificant at the individual level (ĝ 200 = .022; p < .208). Similar inspection of the other parameter estimates in Model H shows that CS score was positively associated with prior achievement (ĝ 020 = 3.139; p < .001), SE_W (ĝ 300 = .390; p < .0027), SR_W (ĝ 400 = .660; p < .001) and AT_W (ĝ 500 = .604; p < .002). On the other hand, the CS score was negatively associated with the cross-product between the self-regulation and linear time (ĝ 600 = -.137; p < .001). The relationship between the self-efficacy, attitude toward writing and the CS score were constant across time (i.e., no time interactions with these time-varying covariates, see Model D in Table 2 ). We also found that the gender effect was significant (ĝ 010 = .847; p < .0012), suggesting that performance in CS was higher for girls than for boys.
At class level, the estimates of γ 001 , γ 002 , γ 003 , and γ 101 , and their estimated standard errors are of primary interest in Model H. Table 3 indicates that the difference between the control and treatment groups in the mean response at the midpoint of time was significantly different from zero (ĝ 001 = 5.165; p < .0001). This indicates that the intervention had a statistically significant effect on CS score. In addition, due to the marginally significant effect of cross-level interaction between H 1 and linear TIME (ĝ 101 = .272; p < .068), it seems that this benefit increases over time. The regression coefficients of the H 2 contrast were inspected to determine whether a differential performance in the mean response CS had occurred in the intervention WJ group in comparison with groups C and D. In Model H the effect of γ 002 was estimated to be 1.738 while its corresponding standard error was estimated to be 0.579. The ratio was 3.01 and the p-value was approximately 0.008, which indicates a significant benefit for participants who received treatments C and D (i.e., SRSD or SRSD + SRL) in relation to participants of WJ group at the midpoint, and further suggests that this effect does not vary significantly across time (i.e., no time interactions with the second and third Helmert contrasts). Finally, regarding H 3 , although performance is higher for group SRSD + SRL, no evidence found differences in CS scores among SRSD and SRSD + SRL intervention conditions (ĝ 003 = .709; p < .179).
Finally, following the procedure of Vallejo and colleagues [65] in examining statistical power to detect a significant group-by-time-interaction (i.e., H1 × TIME), a power below the often-mentioned benchmark of 0.80 was obtained; specifically, the post hoc power was found to be approximately 0.44.
Before describing the structure of the random-effects model matrix, we included two intraclass correlations (ICCs) for this three-level hierarchical model (see Table 3 , bottom panel). The first is the level-3 ICC at the class level, the correlation among quality of compositions from different second level students nested on the same class. The second is the level-2 ICC at the student-within-class level, the correlation among quality of compositions measured at different time points in the same student and class. We found that the quality of compositions is strongly correlated within the same student and class, but only slightly correlated within the same class, while this ICC is non-negligible. Table 3 (bottom right panel) also displays the design effect (DEFT) indices at levels 2 and 3 in Table 3 . DEFT is used to determine how much larger the standard errors estimates will be (considering clustering compared to the analysis that ignore clustering). For example, for the ICC in level two (class) (see Table 3 ) the unconditional DEFT is expected to be 1.73; meaning that standard errors would only capture a little more than one-half of the true sampling variability if the third-level was ignored.
Analyzing the variances estimates, data shows that at the student-level the estimate constant variance ðt p00 Þ is much larger than the estimate linear trend component ðt p11 Þ, which is much larger than the estimated quadratic trend component ðt p22 Þ. In terms of relative percentages, these three represent 98.5, 1.4, and 0.1, respectively, of the sum of the estimated individual variance terms. A similar result was observed at class level (t b00 ,t b11 andt b22 ), although heterogeneity in trends across time becomes smaller as the order of trend terms increased. Note also that final estimation of level-1 and level-2 variance components has been affected very little by model respecification (Model F vs. Model G/H). However, the final estimation of level-3 variance components has been substantially diminished when compared with the parameters estimates for Model G/H.
Discussion
In this study, the impact of three types of writing interventions (i.e., week-journals, SRSD, SRSD plus story-tool) on the quality of writing compositions was analyzed using a longitudinal cluster-randomized controlled design. Moreover, to analyze the effects of the four intervention conditions on writing composition skills, a set of covariates were controlled (i.e. self-regulation in writing, self-efficacy in writing, attitude towards writing, prior achievement in writing, gender and age). These variables have been selected due to previous findings on their positive effects on students' writing quality.
The current research contributes to literature due to three major aspects. To the best of our knowledge this is the first study that examined the benefits of a free writing activity (i.e., weekjournals) in comparison with two other instructional writing programs. Moreover, this study contributes to literature by adding a story-tool that enhances self-regulation to the SRSD model. Lastly, this study analyzes the effects of three types of writing intervention by conducting a longitudinal cluster-randomized controlled design using a multilevel modeling analysis. This complex design of the randomized cluster groups over time allowed for the effectiveness of this educational intervention to be measured in a real-life setting, but with robust control. Current findings are expected to provide relevant data that may help researchers and educators improve their work to increase the students' quality of writing.
The effectiveness of writing interventions on writing quality
Findings support our hypothesis by showing differences between the treatment groups in students' writing quality over time, but with some reserves. Firstly, it was found that the students enrolled in the three intervention groups exhibited higher levels of writing quality in their composition when compared to those of students with no intervention (i.e., comparison group). These findings indicate that all writing intervention groups showed a positive and significant impact on students writing quality, which increased the intervention time. These findings are consistent with literature that reports the benefits of writing journals [15] , of participating in instructional writing programs as SRSD (e.g., [3, 5, 30, [60] [61] 66] ), and of participating in general SRL training programs using story-tools [37] [38] [39] [40] [41] . Moreover, it was observed that the evolution of the writing quality of the three intervention groups was, overall, essentially linear and positive, indicating a constant acquisition of writing skills occurring over time.
Secondly, it was found that students who participated in the instructional programs (i.e., SRSD and SRSD plus story-tool) exhibited higher writing quality than students who wrote week-journals. Furthermore, Fig 2 also shows that the writing quality of students in the weekjournals condition achieved a plateau after three weeks, while the writing quality of students in the two instructional programs continue to improve after that period. These findings are consistent with those of colleagues [15] showing that in order to master higher levels of writing skills and overcome the plateau effect it would be necessary to enroll in instructional writing programs designed to promote writing quality. These results are also consistent with data from the meta-analysis by Graham et al. [5] , which found that studies involving strategy instruction using the SRSD model produced a statistically positive effect on students' writing quality with an effect size (ES) of 1.17 in average. On the other hand, investigations enrolling students in free writing activities (e.g., writing about a free topic) produced an average weighted ES of 0.30 [5] .
Finally, one important goal of this research was to learn the impact of adding the usage of story-tools to SRSD intervention on the writing quality. Students' participating in SRSD plus story-tool instruction showed a higher writing quality than their peers in the SRSD condition; however, the differences found were not statistically significant. This finding may be due to the fact that the SRSD model includes self-regulation strategies focused on writing of compositions (e.g., goal setting, self-assessment) (e.g., [28, 60, 67] ), and that the usage of the story-toll in classes was not focused on writing, but on the promotion of general SRL strategies. In the post-intervention evaluation meeting, teachers in the condition SRSD plus story-tool instruction enthusiastically shared their students' scores in the composition section in the national standardized exam in Portuguese language, which counts as 30% of their overall grade. As this issue was brought to discussion, the teachers in the other conditions were invited to share the results of their students (i.e. for the comparison group, scores ranged between 5 and 30 points (M = 18.68, SD = 5.46); for the Week-journals group, scores ranged between 10 and 30 points (M = 19.24, SD = 3.88; for the SRSD group, scores ranged between 11 and 29 points (M = 20.35, SD = 4.99); and for the SRSD plus story-tool group between 12 and 30 points (M = 23.82, SD = 4.02). The percentage of students scoring lower than 15 points (negative scores) per condition was: 17%, 10%, 10% and 2%, respectively). Globally, participant teachers in conditions B, C and D were very happy with their students' writing performance that far exceeded the National average score for compositions, and their expectations.
The effects of the covariates in writing quality
For what concerns the covariates assessed in this study, our findings have supported the need and usefulness of accounting for every single covariate (i.e., self-regulation in writing, the selfefficacy in writing, the attitude towards writing, the prior achievements in writing, the gender and the age), as they have shown a positive impact on the writing quality at the end of the instructional program. Accordantly, as previous studies focused on writing have indicated, when students receive training in SRL strategies they are likely to produce texts with quality (e.g., [3, [68] [69] ), to engage deeply in school tasks and show higher academic achievement [51] . Furthermore, when students' show a positive attitude towards writing [34] and perceive themselves as self-efficacious in writing, they are likely to show signs of good writing quality and invest effort while carrying out a writing task [34] [35] [36] . Specifically, it was found that the prior achievement in writing composition seems to be the variable with more influence on writing composition skills. Nevertheless, a positive relationship between each moderate variable and the writing composition performance was observed, except between self-regulation in writing and time, which were found to have a negative impact, indicating that the levels of self-regulation tend to be less predictive of the writing composition skills throughout time. This may be explained by the fact that all groups tend to match, with time, their self-regulation skills as consequence of their engagement in this study. Finally, it was observed that the improvements achieved by girls were greater than those of boys. This supports previous research that has shown that girls present higher scores in writing quality than boys (e.g., [8, 59, 70] ).
Conclusions, limitations and implications
Globally, the improvement of students' writing quality over time is related to the level of specialization of the writing intervention implemented. This is an important finding with strong implications for educational practice. For example, the week-journals writing activity can be easily implemented in classrooms by teachers without much effort, time, and resources (e.g., [15] ), providing teachers with an opportunity to help their students improve their writing quality. Thus, school administrators, teachers, and parents may consider the usage of week-journals as a regular writing activity for all children as a preventive approach to writing difficulties. Data of the current study did not show statistical significant differences between results from SRSD and SRSD plus story tool condition, it would be useful to conduct further research on instructional writing interventions using story-tools. In the current study, stories didn't help students significantly improve their writing quality when compared with their counterparts in condition C.
Furthermore, in the post-research evaluation meeting teachers in the condition C and D expressed with enthusiasm that their students improved not only in their writing but also in other content domains. As the majority of the participating teachers in condition D stated in the post-research evaluation meeting, "students started to use PLEE for everything since planning their games in the playground or the steps to solve a difficult math problem, to evaluate the cake baked at home or at school" (T 11 ). Participants in the condition C and D added that they felt that their students started to enjoy learning and their motivation increased for learning to write, specially the struggling students. We believe that this is a relevant finding that stresses the importance of the training on writing strategies rather than the mode of delivery. Both interventions trained students in the use of writing strategies in context, and the interventions used examples to explore the strategies, and yielded similar results. The use of the stories may contribute to improvement of students general SRL [40] , but as results indicate do not help improve students writing quality directly.
Despite the promising contributions referred, further research is needed to disclose the benefits of the usage of the story-tool in combination with writing instruction. In fact, implications derived should be taken cautiously due to the limitations of this study. The present study used self-reports to assess SRL strategies, attitude towards writing and self-efficacy in writing. However, self-reports did not capture real-time response demands of authentic learning environments [51] . For example, it is possible that these instruments did not capture the benefits and potential of the story-tool to improve writing quality. These possible explanations reinforce the need to include event measures in the research design likely to capture the processual nature of the variables being studied.
Moreover, future research could consider including variables that may help explain results (e.g., writing goals, anxiety towards writing, contextual variables [65] ), and improve the sensitivity of the measures, (e.g., using on task measures to access SRL). Finally, given the insight provided by the data collected in the post-research meeting, future studies may explore in depth the complex process of learning writing strategies in combination with a story-tool, using qualitative methods to analyze students' and teachers' experiences during the program.
Furthermore, our findings indicated that students' writing quality in the two instructional conditions increased throughout the end of the study. It would be relevant to conduct studies with a longer duration, and with more classes in each condition to learn about the efficacy of these programs and to promote the writing quality throughout time. Finally, consistent with extant literature, we believe that educators are expected to use the best evidence available to make informed decisions and design their classes instruction accordingly [71] . We hope current findings on the efficiency of different writing interventions may help educators contextualize this knowledge and develop the best writing program possible. Fuentes.
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